The intent of this study was to examine the attitudes of early childhood personnel on preschool inclusion before and after participating in a preschool inclusion class that was specifically designed for preschool teachers. The attitudes of teachers were measured using a 7 point Likert type pre and post-assessment scale. The items on the scale dealt with the inclusion of children with disabilities in a typically developing classroom. The participants in the study included 96 early childhood personnel working in West Virginia. In this pre-experimental design, the total scores of each item for the pre-test were compared to total scores on each item for the post-test. In addition a paired t test with Bonferroni correction for multiple comparisons was calculated for each of the seven items, which indicated that all pre-test versus post-test differences were significant along with the total scores at the p<.01 level.
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Introduction Overview
The value of including children with disabilities in programs with typically developing peers is beneficial to all children because preschool age children with and without disabilities are at a formative period for socialization (Circle of Inclusion, 2002) .
The concept behind inclusion is that children are their own best teachers and learn best from one another (Nagurski, 1998) . Young children are not acquainted with the artificial boundaries of differences of children with special needs. Because of major mandates in public educational policy such as the Education for All Handicapped Children Act (PL 94-142) of 1975, teachers have more student diversity in the classroom. Public Law 94-142 introduced the concept of the least restrictive environment and was reiterated in later amendments to include preschool aged children. Subsequent re-authorization became known as the Individuals with Disabilities Education Act (IDEA) (Osborne & Dimattia, 1994) . The hope is that when children with disabilities are educated alongside their peers, they might learn to imitate typical behaviors, mannerisms, and work habits (Nagurski). Although the federal and state legislative action related to IDEA such as requiring children with special needs be in the least restrictive environment as mandated by the law, legislators can not change the philosophical views of teachers. The treatment of children with special needs has a non-inclusive past. Prior to the middle of the twentieth century, society denied the existence of people with disabilities. Children with disabilities were kept out of sight and parents were encouraged to institutionalize the children. When special education became part of public schools curriculum, the program was considered custodial. Segregating children with special needs was the method of instruction until the 1990's and the passage of the American with Disabilities Act (Allen & Cowdery, 2005) . Educational practices have been embedded with a history of isolating the classroom and the instruction of children with disabilities.
Since segregation has been the norm for so long, some individuals are resistant to the change. Volk and Long (2005) refer to a term "deficit perspective" as the attitudes of educators who devalue and discount many children and families. Instead of focusing on the positive aspects of children with special needs, these educators center on labeling the children as deficient in language, culture or the ability to learn. This narrowed vision is perpetuated when educators label children as disadvantaged and at-risk. Even though Volk and Long have primarily used the term deficit perspective in relation to children and families from other cultures, the term also describes the negative attitudes of educators who work with young children with disabilities in a typical developing classroom.
A deficit perspective attributes failure to the children because the children are perceived as not equal. In contrast, a transformational perspective identifies values of the diverse community and builds on rich cultural practices to enhance teaching and learning.
The transformation perspective needs to be used by early childhood educators in classrooms with children with disabilities.
While a conversion of attitudes is essential, there are trends that will facilitate this necessary transformation. According to Bradley and Kibera (2006) there are critical trends that are important in the preparation of early childhood professionals. These trends take into consideration the demographic changes of the family, the movement toward inclusion, and the increasing number of emotional and behavioral problems in preschool classrooms. Teachers are at a time when they must challenge or reinvent their thinking.
The time for preschool inclusion has arrived, not only because it is the law but because it is the right thing to do. Professional educators must help early childhood personnel accept and absorb the benefits of inclusion for all young children.
In order for children to reap the benefits, preschool teachers need to rethink their methods of teaching and develop positive attitudes about inclusion in the classroom.
West Virginia is striving to help teachers become ambassadors for preschool inclusion through the preschool inclusion classes that the West Virginia State Department of Education has implemented throughout the state. These classes are designed to use approaches that facilitate teachers to internalize the benefits of inclusion in the preschool classroom. We typically approach the teaching of children and adults differently recognizing that children and adults think and learn differently. However, in the present study the researchers incorporated approaches used in adult education, as well as approaches used in early childhood education.
Children's approaches to learning represent observable patterns of behavior that are displayed while engaged in educational tasks (McDermott, Leigh, & Perry, 2002) . In contrast, adult learning styles are voluntary, collaborative, applicable, reflective and selfdirected (Brookfield, 1988) .
The present study examined changes in attitudes of early childhood teachers as the result of a hands-on approach to learning. This approach is viewed as one that is more typically in the early childhood classroom. More specifically, the study examined the attitudes of early childhood personnel toward preschool inclusion to see if they could be altered as a result of a hands-on training approach. Many using Kolb's (1984) theory of learning styles and the eight principles of adult learning identified by Moore (1988) and explained by Wolfe (1993) . Kolb believed that learning styles could be seen on a continuum ranging from concrete experiences, to reflective observation, to abstract conceptualization, and to active experimentation (Litizinger & Osif, 1992) . Facilitators need to view learning styles on a continuum and understand that people move through this continuum over time but in the end prefer one style of learning over another.
Justification for the Study
Every individual whether it is a child or an adult has the right to an education.
Therefore, children with disabilities have the right to an equal education. As a result of federal laws such as the Individuals with Disabilities Education Act (IDEA) which states that federal financial assistance must be provided to state and local agencies to guarantee special education and related services to children with disabilities (Henderson, 2001) and
the West Virginia Board of Education Policy 2525, preschool teachers must realign their classrooms. It is justified that inclusive education is beneficial for children with disabilities and for typically developing children (Leiber et al., 1998) . For non-disabled children, inclusion is an opportunity to experience diverse abilities and model their competencies in linguistics and social skills to the children with disabilities (Leiber et al.). With the demand that all children regardless of their disability or diversity in the same classroom, educators need to expand and adapt their knowledge of educational practices to include information about adapting the learning environment to fit the needs of a diverse student population (Deiner, 2005) . In order for educators to expand their comprehension of inclusion, there must be proper training, which is the justification for the classes taught at West Virginia University, Concord College, Shepherd University, and Marshall University.
Statement of the Problem
In the state of West Virginia it is required that all children receive the same equal 
History of Inclusion
The terms inclusive schools and inclusion are defined as follows. According to Stainback, and Stainback (1991) , as found in Bauer, and Shea (1999) inclusive school is:
A school in which all students are included in classes and are provided with 1) appropriate education experiences that are challenging yet are geared to students' capabilities and needs and 2) any support or assistance that they or their teachers require (p. 52).
Inclusion is defined by Sebba and Ainscow (1996) in Feiler and Gibson (1999) :
Inclusion describes the process by which a school attempts to respond to all pupils as individuals by reconsidering its curricular organization and provision. Through this process, the school builds its capacity to accept all pupils from the local community who wish to attend and, in doing so, reduces the need to exclude pupils (p. 148).
Inclusion has traveled a long distance since the first investigation in 1817 when
William Gallaudet created the first formal special education program in the United States (Minnesota's Governor's Council, 2004) . During the middle to late 1800's children with disabilities were provided with residential institutions in order to remove them from the public eye. By the year 1918 all states mandated state financed education for all individuals which created a nationwide public school system that guaranteed a free education for all (Minnesota's Governor's Council). Unfortunately, children with disabilities were often excluded from these programs; however, when more students began attending, teachers soon realized that many of the children were learning at a slower pace. Teachers began demanding special services and training for these children.
In 1896 , 2002) . IDEA guarantees that children with disabilities are educated with children who are not disabled. IDEA also promises that segregation of children with disabilities, separate schooling, and special services only occur when the severity of the disability is such that education in a general education classroom is not beneficial for the child.
An additional amendment under IDEA, is one adopted from previous legislation was the concept of least restrictive environment (LRE). The LRE guarantees that all children be educated in a setting that provides vast exposure to interactions with typically developing children and persons without disabilities (Minnesota's Governor's Council, 2004) , therefore, children with disabilities are given the most appropriate education. The years between 1975 and 1997 were long for parents and teachers who fought hard to ensure each child reached full potential in learning. IDEA was reauthorized 1997 and again in 2004, which required that an outline be supplied of the benefits and services obtainable by children with disabilities enrolled in private schools by their parents when Free Appropriate Public Education (FAPE) is not a concern (U.S. Department of Education, 2005). The law now makes certain that children with disabilities have the right to quality education and quality outcomes (Minnesota's Governor's Council). Also included in the amendments of 1997 were definitions of aids and services, which included transportation and services to help a child with disabilities benefit from special education (Circle of Inclusion, 2002) . This amendment also required that classroom teachers be included in the development of the IEP (Individualized Education Program), which is a guide for the child's education and enables the child to progress with regular curriculum (Circle of Inclusion).
Instructional Practices
Throughout history there have been a variety of teaching practices used in the classroom. One major practice is the idea of direct instruction, which is a model for teaching that emphasizes well developed and carefully planned lesson. These lessons are carefully planned around small learning increments and specifically agreed upon teaching tasks (National Institute for Direct Instruction, n.d.). The primary goal of direct instruction is to eliminate misinterpretations in order to accelerate learning.
Although direct instruction is valued in some classrooms, it has been the primary teaching strategy for children with disabilities. Preschool inclusive classrooms need to use direct instruction in conjunction with developmentally appropriate practice.
According to Sandall, McLean, and Smith (2000) (as cited in Delaney), inclusion demands that early childhood educators have an extensive gamut of instructional teaching styles such as, peer mediated strategies, prompting procedures, behavioral correspondence, and language interventions. There are specific strategies involved in teaching children with special needs, these strategies or best practices should apply equally to all early childcare programs. These practices include strategies that are research based family centered, multicultural, cross cultural, normalized and developmentally appropriate (Allen, & Cowdery, 2005) . Fortunately, early childhood educators have adopted the idea of developmentally appropriate methods such as learning through play and a more hands-on approach. One key factor in developmentally appropriate practices is age and individual appropriateness.
Activities in the classroom need to be realistic to the attention span and capabilities of the child. One prime example of using developmentally appropriate practice with typically and non-typically developing children is Toni Linder's concept of Read, Play, and Learn, which capitalizes on children's natural preferred activity -play. According to Linder, play can be used to promote and augment the acquisition of pre-literacy skills. All children are united by play. There are two natural interests of children according to Toni Linder in Read, Play, and Learn (2000); the first instinct of children is to learn about their environment and communicate learned knowledge to others, while the second is to increase the number of ways that knowledge can be acquired and shared. Allowing children to explore and acquire knowledge through learning and making choices, then being able to reiterate this information to others is justification that the material is learned. Basically, the main objective is to put the acquired knowledge to work in the environment.
Current Attitudes
In order to implement developmentally appropriate practices in the inclusive classroom teachers must possess a positive attitude towards inclusion. Attitude, as described by the Merriam Webster Online dictionary (2005) (2006) , is a person's mental position or emotion toward a truth or state. The attitudes of preschool teachers vary according to the training received. Since inclusion is mandatory, many teachers are searching for adequate training for setting up an inclusive classroom. A preschool teacher's job is to teach academics but more importantly their job is to encourage and extend the children's navigation into the world (Hess, 2003) . With this task in mind teachers are concerned with the lack of knowledge they have about children with disabilities, how to incorporate these children into their classroom, (Odom, 2000) and
using effective teaching methods. There has been a history of using direct instruction and applied behavior analysis (Tucci & Hursh, 1991) with children of special needs. In contrast early childhood teachers are constantly searching for effective methods to teach in the classroom but most are not knowledgeable on ABA. Preschool teachers are expected to be accepting, enthusiastic imaginative, positive, and flexible decision makers who honestly believe that all children are more similar than different and can all learn in the same environment with modifications (Deiner, 2005) . These are high standards for teachers who feel incapable of providing a quality education to children with and without disabilities.
In December of 1999, The Teacher Training Agency recognized the need for more specific training for teachers in order for them to meet the needs of the children with more complex needs and to support other teachers working in the mainstream classroom (Sadler, 2005) . In a questionnaire survey by Marshall, Ralph, and Palmer (2002) of 200 post-graduate student teachers, the number one obstacle of inclusion is the lack of training especially in language and speech, along with the complaint of a need for resources.
Also, in a study conducted by Seery, Johnson, & Lawrence (2000) , fifty-two early childhood professionals and parents were surveyed, interviewed, observed, and evaluated. The total sample for the study consisted of 52 adults, 22 of whom were teaching professionals and support staff. The remaining 30 were composed of parents of typically developing children and children with disabilities, all enrolled in the preschool program. Some of the issues that comprised this study included the comfort and discomfort levels of teachers concerns with inclusion and the teachers and parents perceptions about the benefits and methods of inclusion. Also included in the study were the concerns about the needs for specific training for inclusion and how to access appropriate services for children. The goal was to uncover differences between two groups of stakeholders, teaching professionals/school support staff as one group and parents as the other group. The researchers investigated the perceptions of the two groups regarding the benefits and concerns about inclusion as their preschool undertook a new phase of inclusion of children with disabilities. The results from the two phases of interviews were compared in order to describe changes in perception over the course of the academic year. It was clear, by the end of the study, that both parents and staff strongly supported the notion that inclusion programming was good for children and should continue. Since inclusion has been deemed successful with the right strategies, teachers must practice different teaching methods, such as individualized lessons.
As a result of individualized lessons, children's experiences in the same classroom are different because the setting is individually appropriate for the child (Odom, 2000) . The quality of these individualized settings is a reflection of the child's engagement in the classroom routines, the program characteristics, and the quality of the program including staff training (Odom) .
The main intent of learning, according to Ferguson, Meyer, Jeanchild, Juniper, & Zinger (as cited in Bauer & Shea, 1999) in inclusive settings is to enable all students to participate actively in their community so that others care enough about the individual and look for ways to include them in those communities. The success of the classroom is dependent on the teacher's knowledge. However, the teachers knowledge is greatly influenced by the attitudes and beliefs held by the teacher. A study presented by Lieber, et al. (1998) , investigated the beliefs and benefits of inclusion by interviewing 23 preschool teachers. This study was part of a multi-site ecological investigation of inclusion in early childhood environments conducted by the Early Childhood Institute on Inclusion (ECRII). For the purpose of this study, researchers utilized qualitative and quantitative procedures to look at four different programs that involve young children with and without disabilities. The study involved 16 programs but only 14 subsets were employed for this particular paper. From those 14 programs, 23 classrooms and 29 teachers were observed. The results of the study indicated that children with disabilities were considered a part of the classroom, were given supports in order to participate in classroom activities, and instructions were modified if necessary to support children with disabilities. Although, all teachers believed that all children were members of the classroom, there were varying degrees to which teachers allowed and respected individual choices. The beliefs seemed to differ in how the classroom was viewed: as group of many individuals or a group norm that needs to be followed. According to the teachers who believed that the classroom was a group of individuals, there was a wider range of freedom to be an individual, while those with the view of a group norm, the level of acceptance in the group was limited. In the end, the overall consensus was that inclusion was beneficial to all students and it provided a learning opportunity for all involved. The teachers also agreed that inclusion promoted an awareness and recognition of diversity. The diversity allowed for the nurturance of typically developing children in the areas of empathy, tolerance, and compassion. Finally, it was concluded that children with disabilities should be members of the group and will learn though the peer modeling of typically developing children.
In the same respect, understanding the views of the parents is just as important as understanding the beliefs of the teachers. In a study by Stoiber, Gettinger, and Goetz, (1998) Outcomes, Classroom Practices, and Total Scores.
The results of the study concluded that parents with children who had disabilities scored the survey more positively than those parents whose children were typically developing. The results also showed significant associations between socio-economic status (SES) and positive views of inclusion. Those who were in the high to middle SES scored more positive than those with low SES. For the practitioners, there was an association made between regular and special education teachers scoring more positively than the paraprofessionals, and on the classroom practices subscale. Also, special educators were more positive than paraprofessionals on the Core Perspective and Total scale. In the analysis it was concluded that education and experience shape the views of inclusion, therefore, educators with training in special education and regular education shared a more positive outlook on inclusion than did paraprofessionals. In the same respect, early childhood practitioners with only a high school degree had a less positive view about implementing inclusion than those practitioners with extensive training.
Theories of Adult Learning
Time must be spent on how to successfully and appropriately re-teach educators on how to conduct in an inclusive classroom. For the past five years researchers with Early Childhood Research Institute on Inclusion (ECRII) (Leiber et al., 1998) have focused on children with special needs in early childhood settings. The goal of ECRII is to identify facilitators and barriers to inclusion in the classroom (Odom et al., 1996) so teachers can create a thriving learning atmosphere.
In order for adult education classes to succeed the facilitators must understand how adults learn and acquire knowledge. Research and theories on adult learning provide valuable information on how to effectively engage an interdisciplinary audience (Catlett & Winton, 1999) . There must be a direct correlation between the activity and the practice context (Moore, 1988) and the activities should be responsive to a variety of learning styles (Wolfe, 1993) .
Researchers such as Litzinger and Osif (1993) also understand the importance of differing learning styles. They understand that children and adults develop a preferred learning style and a consistent behavior to learning. Litzinger and Osif break the learning process into three processes-cognition, conceptualization, and affective learning.
Cognition deals with how one acquires knowledge while conceptualization is how one processes the information and takes into consideration that people often look for connections to unrelated events, or that each event prompts a multitude of new schemes (Litizinger & Osif ). Finally, the affective domain is defined as peoples' motivation, decision making styles, and emotional and value preferences which help to define their learning styles.
In the same respect, Kolb (1984) Last on the continuum is active experimentation, which involves the use of theories to explain a problem or make independent decisions (Kolb, 1984) . Hartman (1995) explained the application of Kolb's theory of learning. For example, the concrete learner would benefit from field work or laboratories, while the abstract conceptualizer might profit from lectures and handouts. The active experimenter benefits from simulations and homework, while the reflective observer uses journals, and brainstorming to acquire knowledge.
Although adults learn in different styles than children, we can adapt theories of children's learning to adult learning, such as the zone of proximal development theorized by Vygotsky (1978) (as cited in Kalmar, 2005) . The zone of proximal development is a component of Vygotsky's social learning theory. Although it was originally applied to children, it can also be applied to fit adult learning. According to Vygotsky (as cited in Kalmar) , the zone of proximal development is the distance between the actual developmental level, as determined by independent problem solving, and the level of potential development as determined through problem solving under adult guidance or in collaboration with more capable peers. Adults can learn in their zone of proximal development with the right guidance and the collaboration of other peers who are on the same level or above or below that level. Adults must be willing to think on another level to acquire new knowledge. Therefore, an individual will learn continuously or move to the next level of thinking if the material is expounded.
The Role of Adult Facilitators
Teachers directly teach and fine tune the skills to help students succeed in the outside world (Hess, 2003) . Once these life skills have been mastered, the child puts them to use in the larger school community and, as a result, students are one step closer to independence (Hess) . Unfortunately, there is no way to predict the results of these children as adults but the more we practice life skills in schools the better the chance of success in the real world (Hess) .
Obviously teachers are capable of teaching simple life skills; however the challenge is that teachers have not always been prepared in their training for the responsibilities that accompany inclusive learning. Pre-service teachers face incredible challenges; often these challenges are faced alone. As a result, nearly half of all newly hired teachers leave the teaching profession within the first five years (Darling-Hammond, 1997) . Teacher educators need to recognize that one of the main components in teacher education is self-study of one's own teaching practices with support from peers (Kosnik, Beck, Freese, & Samaras, 2005) . Self-study is a professional tool that educators can utilize for learning and modifying their approaches to teaching; it can also be used as a way for overwhelmed beginning teachers to focus on one or two areas to improve upon in their own classroom, rather than focusing on the larger picture of the educational world (Kosnik et al., 2005) . The goal for most modern professional development efforts is to improve performance by the organization, staff, and eventually the student (Sparks, 1994) . Adult learning can be more productive if the educator understands the basic guidelines to teaching adults.
According to Moore's (1988) Brookfield (1988) identified six principles of effective practice in facilitating learning for adults. Brookfield recommends that facilitators should allow for voluntarily participation, collaboration, and continual learning practices. In order to encourage learning, facilitators also need to allocate time for critical reflection and nurture self-directed learning. Finally, Brookfield believes that respect among the learners is critical to a successful classroom.
Fortunately, the learning principles of adults are observable in a variety of settings such as training, continuing education classes, self-directed learning, community action, and networks (Brookfield, 1988) . Some of the major tasks involved in teaching adults are presenting the learners with alternate ways of thinking, behaving, living, teaching, and setting a climate for learning in which individuals feel free to challenge each other and are comfortable being challenged (Brookfield) . These challenges from within the group should lead to very important self reflections and critical thinking in the classroom.
This reflection is encouraged through continuous learning, investigation, and exploration and continues through a constant cycle (Brookfield) . The exploration of new ideas is set within the context of the learners, past, present and future experiences (Brookfield) .
According to Brookfield, education must be separated from training. Training is the assimilation of new skills, while education is examining the assumptions underlying the skills and being able to apply them to a broader context.
In summary, training needs to be done to help early childhood personnel learn to accept the process of inclusion. How this training is implemented varies, but should incorporate adult education models (Kolb, 1984; Moore, 1988; Wolfe, 1993) as well as methods of engaging the early childhood teacher (Vygotsky, 1978) .
The history of special education and early childhood inclusion has not surged together. With the demand to make fully inclusive environments by 2012 in West
Virginia, a hands-on class was developed to prepare early childhood personnel. This study investigated the changes of attitudes as a result of a summer institute in preschool inclusion. Therefore, the hypothesis is that the attitudes of early childhood personnel will change as a result of a specifically designed preschool inclusion class as reflected on a seven point Likert-type assessment scale.
Chapter 3
Methods

Subjects
The participants for this study consisted of 96 teachers and personnel working with young children in the State of West Virginia. The participants consisted of early childhood teachers, special education teachers and other early childhood workers. The participants were enrolled in one of the preschool inclusion classes taught at four institutions of Higher Education in West Virginia. The class size was limited to 25-30 participants in each of the four locations. There were 27 participants enrolled at West Virginia University, 28 teachers enrolled at Concord State College, 33 teachers enrolled at Marshall University and 28 teachers at Shepherd College. Thirty Seven participants were taking the course for undergraduate credit and 59 were taking it for graduate credit.
Measures
The participants were given a pre-assessment scale on the first morning of class to evaluate their attitude towards preschool inclusion. The assessment scale ( The overall intent of the class was to build a positive image of preschool inclusion, help teachers be more comfortable with children who have disabilities, and to help early childhood personnel to understand that a disability is to be accepted and not fixed. The teaching strategies were more of an unorthodox teaching approach such as, using a hands-on approach, guest speakers, role playing and collaboration with peers that would engage the adult learners. In each class small groups were formed to provide opportunities for interactions with each other. For example, at West Virginia University, the class was divided into base groups consisting of four or five of the participants. The groups consisted of teachers who normally do not work together in order to facilitate additional learning opportunities with peers. Instead of tests, there were projects where participants worked in their base groups. The parameters around the projects were given but there was a degree of freedom for the participants to expand in various directions as long as the requirements were met. The class at WVU met at the University Nursery School, while the other classes used campus classrooms. There were refreshments available and funds to provide supportive resources for the participants to use in their projects. The classes were held as a one-week institute during the summer in order that practicing teachers could attend. All participants received college credit and the course was free.
All procedures and instruments received WVU Institutional Review Board approval before the study was implemented (see Appendix B) .
Chapter 4 Results
This was a pre-experimental design study comparing the total scores of each item for the pre-test to the total scores on each item for the post-test. The study was based on seven statements regarding the inclusion of children with disabilities into regular preschool classrooms that were measured on a 7 point scale with 1 being the highest score and 7 being the lowest. The scores were expected to decrease from the pre-test to the post -test.
Total scores for each item were calculated across participants. The mean of the pre-test scores ranged from 1.83 on item 5 to 4.45 on item 3, while the mean of post-test scores ranged from 1.18 on item 5 to 3.24 on item 3 (See Table 1 ). The standard deviations of the pre-test scores ranged from 1.06 on item 2 to 1.20 on item 7, while the standard deviations of the post-test scores ranged from 0.44 on item 5 to 1.23 on item 2.
An examination of Table 1 reveals that the mean pre-test scores were consistently higher than the mean post-test scores.
The mean difference between the pre and post-test scores on each item was calculated and these differences ranged from .60 for item 4 to 1.21 for item 3 (See Table   2 ). A paired t test with Bonferroni correction for multiple comparisons was calculated for each of the seven items, which indicated that all pre-test versus post-test differences were significant along with the total scores at the p<.01 level. Specific t-values and degrees of freedom for each test are provided in Table 2 . Chapter 5
Discussion
As Bradley and Kibera (2006) suggested there are important issues in the preparation of early childhood professionals. The movement towards inclusion is one of those issues. It is important to understand the attitudes and beliefs of early childhood teachers because these attitudes influence the process of change, which in this case, is including children with disabilities in the preschool classroom.
The intent of this study was to determine the effects of a specially prepared course that utilized various methods of instruction and how that instruction changed the attitudes of early childhood personnel towards preschool inclusion. The results of the study supported the hypothesis: A preschool inclusion course for early childhood personnel that incorporated various teaching strategies positively affected the attitudes of preschool personnel towards inclusion. The overall statement on the 7 -point Likert type assessment scale distributed to the participants stated, "How do you currently feel or think about each of the statements regarding children with disabilities in the regular preschool classroom?" The statement referred to the following items: include all to including none, easy to hard, simple to complicated, worthwhile to wasteful, beneficial to harmful, learning through play to learning through direct instruction, and feeling capable to not feeling capable.
Of course, it was not expected that the ratings on the assessment scale would be rated at a one but rather there would be a change in the ratings from the pre-and post assessment scale. The significant changes of all the items could be attributed to several factors. All the instructors maintained a positive environment where participants could interact and collaborate with each other. All instructors of the preschool inclusion classes used similar materials and hands-on teaching strategies in the courses. Providing a nonthreatening environment is one of the principles that educators need to provide young children in the classroom. This same principle of an informal environment was effective in the adult preschool inclusion classroom. Vygotsky's (1978) social learning theory reiterates that individuals need to collaborate with more capable peers. The courses provided opportunity for collaboration by doing group projects. Groups worked together to be creative and create support networks. These strategies were consistent with the adult education methods suggested by Moore (1988) and Wolfe (1993) where participants can set some ground rules and teach others. Because these courses were taught in a comfortable environment and geared towards the adult learning styles, the participants could have been more receptive of the information.
As stated earlier, the opportunity for collaboration as suggested by Moore (1988) and Wolfe (1993) was a predominant part of the courses. Stoiber, Gettinger and Goetz (1998) found that limited time and opportunities for collaboration were barriers to learning about inclusive environments. Practitioners need peer support and ongoing opportunities for professional development where they can learn from each other. In this study, participants were grouped with peers they did not know so they could interact with each other as they completed their group projects. This opportunity helped the participants to reflect and expand on their experiences which is beneficial to the learner as suggested by Brookfield (1988) , who also suggests that self directed learning and a constant learning cycle is best for the adult learner.
For the early childhood instructors of the courses, the pre-and post ratings on "play" was a victory for early childhood and proved to be one of the successes of the course. Recently, play has been down played by parents and some early childhood teachers because of the demand for academic success in preschool. Theorists and child development experts such as Vygotsky (1978) and Piaget (1970) recognize the importance of play and how it is a necessary entity in the child's development. The attitude toward learning through play became stronger after the class. This was especially rewarding for the instructors of the courses who concentrated on play as an opportunity for teaching appropriate skills. Using early intervention methods that "weave"
intervention into the child's environment in a meaningful way is monumental. Direct instruction and applied behavior analysis (Tucci & Hursh, 1991) In addition to modifying and explaining appropriate teaching strategies that may have helped to alleviate fears of preschool teachers, the involvement of a parent of a child with a disability in all the courses gave first hand information to the class participants.
The parent involvement could help to explain the change of the items on the assessment scale dealing with the continuum of being "easy" to "hard", "beneficial" to "harmful", "simple" to "complicated" and "whether children with disabilities should be included or not included in regular preschool classrooms". Having a parent to help with the class could have brought a certain level of comfort to the participants. Instruction from a parent with a child with disabilities may have helped participants to accept the differences between children with and without disabilities. The parents involved in teaching were perhaps able to communicate that all children in inclusive environments gain knowledge about disabilities and become more accepting of children with disabilities. The parent helped with the development of positive attitudes toward children with disabilities and the development for strategies of interacting and working with children with disabilities.
The parent reiterated that children with disabilities do have social skill deficits but the involvement of their children in the community and the establishment of friendships is vital. Parents of children with disabilities might agree academics are important but inclusion is only an initial step, social participation is a need that must be met as it is life skill. Building social networks for the child with a disability is the most important action.
All children need a sense of connection with others. There needs to be a deliberate strategy to involve their children with peers. These types of thoughts from a parent brought a new level of understanding from the parent's point of view.
Dr. Barbara G. Warash (personal communication, March 01, 2006) , it was revealed that the concern of many of the participants was how to successfully incorporate the typically developing children with the children who have disabilities. By the institute's use of hands-on activities, the preschool participants were able to see how a child with a disability fits into an inclusive classroom. The participants of the class were challenged to be "disabled" in a classroom and think as a child, which provided them with a more realistic view of how a child with disabilities fits into a classroom. The concerns of the teachers were softened as a result of the inclusion classes as revealed in the results of this study.
Several themes emerged as a result of this research. First, a non-threatening adult classroom using various methods of adult education can be beneficial for early childhood educators. It can alleviate some fears which may help to change negative attitudes.
Second, there needs to be a greater philosophical congruence between the fields of early childhood education and early childhood special education because these teachers who were once teaching in their own domains are now teaching in inclusive classrooms. Katie
Berry, a graduate of special education and coordinator of a local Starting Points early childhood program, states that because she was trained in special education but works in an early childhood program that must be developmentally appropriate, she understands the confusion educators are experiencing (personal communication, April 6, 2006) .
Educators from these diverse fields need training on methods of implementing a combination of teaching strategies. The benefits of supporting an inclusive environment will be reflected once educators come to an agreement on the debate surrounding inclusion. At this point, it will infiltrate to the public and community. Third, involving a parent of a child with a disability was a novel way of helping the participants to understand the needs of their children from the parent's perspective.
Limitations
There are several limitations in this study. The first limitation is the assessment scale that was used. A scale with various individual statements measuring more precise beliefs would have revealed more information. A scale that measured the teacher's beliefs on outcomes for an inclusive classroom and classroom practices would have also strengthened the study. A second limitation was the limited demographic information available on the participants. More information would have been useful in delineating the educational level of the participants. For example, in the research by Stoiber, Gettinger, and Goetz (1998) , teachers with master's degrees had a more positive attitude. It is unknown if this would have been a finding in this study had more information been collected on the assessment scale? Follow-up interviews would have also given the researcher more information about the retention of changes in attitudes.
In conclusion, inclusive early childhood programs have potential benefits for communities as well as to the children participating on the classroom. Giangreco (1996) said that by including all children with disabilities in preschool, we are developing a new generation that experiences the diversity presented by the disability as a routine part of everyday life (p. 207). The important part is that this concept needs to be well planned and accepted or it can have negative effects on children with and without disabilities.
